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Introduction to Modeling lesearch

Within social learning theory there is evidence that a sig-
nificant amount of human learning may be accauntei for through
the process of imitation or "modeling" behavior. Certain inter-
pretations of social learning theory indicate evidence that
modeling is a major and important factor contributing to develop-
ment. According to Bandura (196;), new responses may be rapidly
acquired and existing behavioral repetoires may be considerably
changed as a function of observing the 5ehaviér and attitudes of
models. He calls this typé of learning "imitation" in behavior
theory and "identification" in most theories of persﬁnaiity.‘

In providing an explanation of modeling phenomens Mowrer
(1950) says, as a model mediates the chilﬂ‘srbialggical and socilal
rewards, the behavioral attributes of the model are paired re-
peatedly with positive reinforcement and thus acquire secondary
reinforcing value. The child can administer positively condi-
tioned reinforcers to himself simply by reproducing as ¢closely as
possible the models' positively valenced behavior. One study in
particular, by Bandura and Kupers (1964), attempted to determine
the manner in which gelf-reinforeing responses are acquired.
Their results indicated that SubjéGtS will adopt the particular
criteria for self=-reinforcement exhibited by a reference model,
evaluate their own performance relative to that standard, and
then serve as their own reinforecing agents through imitation of
the model's behavior. |

Most modeling research to date has been cancerned with the

\‘l
EE&S; effects of variation in model characteristics on the observer's




perfarmance, Aésumedly, characteristics of the model and the
reinforcing consequences of the model's behavior may influence
imitative learning and performance through a variety of under-
lying mechanisms (Bandura, Ross & Ross, 1963; Liebert & Pernandez,
1970). For example, it has been suggested that observers infer
from a molel's characteristics the degree to which imitation is
appropriate or is likely to lead them to successful outcomes
(Grusec & Mischel, 1966; Liebert & Allen, 1969). Thus it 1is
understandable why experienced and competent models are more
likely to be imitated than are inexperienced and incompetent ones.
Rosenbaum and Tucker (1962) and Baron (1970) have pointed out

that model competence and attractiveness, as perceived by adult
observers, are important determiners of imitative behavior. Like-
wise, similarity between the model and the observer may also
operate by influencing the perceived appropriateness and potential
utility of imitating a model's behavior (Maccoby & Wilson, 1957;
Rosekrans, 1967).

In addiﬁicn, modeling research indicates that it is possible
for.children and adults to learn to evaluate their performances
by imitating directly the standards and evaluations that parents
and other mcdels apply te themselvesi-}This seems reasonable in
view of research evidence that chilifen imitate a modelis per-
formance standards for self-reinforcement (Bandura & Whalen,

1966; Mischel & Liebert, 1966; Olfstad, 1967). |

In researching the literature, it might be concluded that

characteristics of a model and the reinforcing consequences of

a model's performance represent the main body of evidence on which
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soclal learning theory rests. Bandura (1969) has looked beyond
modeling paradigms to account for the complexity of human be-
havior. However, he continues to view social reinforcement as -
the most important variable in accounting for behavior change.
References to attitudes, self-concept, selfaévaluati@n,'ana’@ther
personality factors, imply that these can be significantly shaped

and altered through the ccnsequence of social reinforcement.

Factors Mediating Observational Learni

Certain personality characteristics and situational factors
may predispose individuals to be influénced more, and in a wider
variety of ways, by particular modeling stimuli, F@r-example,
dependent children may show more imitative behavior than inde-
pendent children (Jakubczak & Walters, 1959; D, Ross, i?éé).
Imitation has also been enmhanced by a history of failure, es-
pecially punishmént;far'iniepéndence (Gelfand, 1962), and by social
deprivation experience (Rosenblith, 1961), Acc@rdiﬂg to Bandura

" have reinforcement histories Df matching responses, or are depen=-
dént, are especially prone to imitate "successful" models. This
generalization has received some support in the research litera-
ture (Gelfand, 1962).

Bandura and Walters (1963) cite much evidence from studies
on behavior modification supporting their contentiou that be-
havior can be changed to more positive behavior thraugh imitation.

It 1s of interest to note two points not elucidated in this

earlier work: First, the authors do not discuss how observers
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perceive the behavior of models; only whether learned behavior is
overtly performed or can be rscalled. Secondly, they do not dis-
cuss "self" constructs as factors mediating observational learn-
ing. This seems to be a weakness of much research in the area of
social learning theory. ‘Studies usually demonstrats overt imita-
tion of a model's behavior, but neglect considering the observer's
perception of the situation and whether changes in self-concept
and/or self-evaluation are cccurriﬁg. However, most seemingly
imply that alterations in salf—caneept_arEFin.fact taking place.

Being essentlially a learning theorists' position, Bandura
and Walters' approach to the study of personality, like éﬁher
S-R theorists', eschews states, traits, stages of development,
and: innate characteristics of the individual organism. Their
theoretical agi research interests have clearly focused on demon-
strating how those behaviérs which we tend to call "personality=-
related" are acquired and maintained. While in general agreement
with other learning theorists that operaint and classical condi=-
tioning play important roles in ennancing and maintaining social
behavior, they argue that these paradigms are not sufficient iﬁ
explaining the acquisition of mareraamplex forms of behavior.
They suggest that observational learning plays a key role in the

- acquisition of more complex forms of human thought and action.
They do not, however, view facets of the "self-concept" as impor-
tant factors mediating observational learning and performance.

In his more recent work Bandura (1969) does attempt to clear

o 1p his own position on such constructs as "gelf-attitude," "self-~

ERIC

m===jgteem," and "self-concept." After a brief review of literature
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in this area, he describes how these constructs are conceptualized
within social learning theory.

". . .those who have been exposed to medels
setting low standards tend to be highly self-
rewarding and self-approving for comparatively
mediocre performances. By contrast, persons
who have observed models adhere to stringent
performance demands display considerable self-
denial and self-dissatisfaction for objectively
identical accomplishments. These findings
illustrate how self'-esteem, self-concept, and
related self-evaluative processes can be con-
ceptualized within a social learning framework.
From this perspective, a negative self-concept
is defired in terms of a high frequency of
negative self-reinforcement and conversely, a
favorable self-concept is reflected in a re-
latively high ineidence of positive self-
reinforcement (pp. 33-34%)."

Bandura has defined self comstructs within the framework of
social learning theory. However, he apparently has still failed
to considaer how par%icular variations in self constructs interact
with variables of known importance in determining observational
learning and perfarmancé; He provides niuch research evidence
;ﬂaicating that self-attltude can be improved by gradually
shaping the behavior of the individual with social reinforcement.
It is interesting to note that modeling situations have been in=
frequently used to bring about thesé "internal" changes. Turning
to the literature, an exanple provided by Herbert, Gelfand and
Hartmen (1969) may serve to illustrate the complex nature of
experliments in imitation learning, and their theoretical inter-
pretations, 1

Herbert, et al. (1969) investigated the influence of self-
rated esteem and éxpaéure to an adult model on children's learn-

ing of self-critical behaviop. Half the Ss first obhserved a same
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sex model playing a bowling game on which scores were experimen-
tally controlled. Following low scores, the model gave up re=-
wards and mede self-critical remarks. While 3s imitated the
model's performance standards for forgoing reinforcement, few
of them imitated self-critical comments., <Control Ss not exposed
to a model neither gave up tokens nbf made any comments whilé
playing the game. Results also indicated that neither the game
nor the maaeling systematically affected the $s' perception of
the adequacy of their performance, as measured by self-esteem
ratings.

The authors concluded that apparently self-critical behavior
can be learned through imits?ian of models and self denial of
rewards is relatively indepéﬂdent of other types of 321l evalua-

. tions. 1In other words, the authors felt that by imitating the
performance standards-@f the adult model, Ss were exhibiting
self-critical behavior even though it was not verbalized. One
might assume, however, depending on theoretical frame of reference,
tﬁat the Ss imitated the adults' behavior and perfarmanée stan- - -
dards, but d4id not display any self-critical behavior. This
interpretation might, for example, féllaw‘frqm social comparison
théary if Ss! self-esteem was aispiazed upward after obserwving
_madelg with undesirable characteristics, i.é;, incompetence and
poor performance. As predicted from social iearning theory,
children do imitate behavior even when behavior resﬁits in a
loss of material rewards; however, this change in overt behavior |

may not be accompanied by changes in other aspects of the "self."
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sex model playing a bowling game on which scores were experimen-
tally controlled. F@ll@ﬁing low scores, the model gave up re-
wards and made self.-critical remarks: While 3s imitated the
model's performance standards for forgoing reinforcement; few
of them imitated self-critical comments. Control Ss not exposed
to a model neither gave up tokens nor made any comments while
playing the game. Results also indicated that neither the game
nor the modeling systematigallf affected the Ss' perception of
the adequacy of their performance, as measured by self-esteem
ratings.

The authors concluded that apparently self-critical behavior
can be learned through imitatian of models and self denial of
rewards is relatively independent of other types of self evalua-
tions. In other words, the authors felt that by imitating the
performance standards of the adult model, Ss were exhibiting
self-crltical behavior even though it was not verballzed. One
might assume, however, depending on theoretical frame of reference,
that the Ss imitated the adults'! behavior and performance stan-. .
dards, but did not display any self-critical behavior. This
interpretation might, fo£ example, follow from social comparison
theory if Ss'.self-esteem was displaced upward after observing
models with undesirable characteristics, i.e., incampeténeé and
poor performance. As predicted from social learning theory,
children do imitate behavior even when behavior results in a
loss of material rewards; however, this change in overt behavior

may not be accompanied by changes in other aspects of the "self."

]
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In view of the apparent failure of social learning theory |
to deal more extensively with observer characteristics and the
f@le of the self-concept as important factors medlating imitation
learning, one might look elsewhere for alternative predictions and
explanations of an observer's behavior in the presence of modeling
stimuli. It can be asked, for example, what effect a model per-
formance and performance consequences has on the observer'!s be-
havior, under conditions where the observer has préviaus gelf-
evaluation in relationship to the task? What are the effects of
a model's behavior on the observer, when modeling stimuli are

incongruent with the observer's self-attitude?

Theories Employing Self Constructs and Their Relationshir

To_Modeling Research

In the area of interpersonal relationships in social psy-
chology and within phenomenological theories of personality, there
exists a broad theoretical and factual base for explaining the

acquisition of behavior in a social context. On this side of the

ual self-concepts play an important role in determining individual
bshavior. There would seem ta‘be a natural tendency for social
learning thacrisﬁs to explore the role of ‘the self-concept as a
factor me&iating observational learning since it is often assumed
to develop out of identification with others.

| Festinger (1954) said that inherent in the developmental
process is the tendency to evaluate the self in comparison to

others. He pointa out that people have a constant need to



evaluate their abilities and test the validity of the
Since there are few uniform yardstizks to aid in suct
tiong, the person wilil compare himself with others ir
reach conclusions about himself. Festinger's theory
romparison is based on the assumptian that a correct
of one's opinions and abilities in relation to those
1z presumed to derive frocm a more basic need for a cl
self-concept (Ziller, 1964).

According to social comparison theory, as a resu
characteristics appearing more ﬂesirable or less desi
his own, a person's generallized self—estimats is disc
wa?& or upward respsctively, The presence of someone
‘desirable characteristics appears to produce a genera
crease in level of self-esteem. Ex xposure : - to another
as soclially undesirable produces the opposite effect.
casual engsﬁrE'té another person is sufficient to pr
marked iéviatién ori-a person's momentary conception c
(Morse & Gergen, 19?8);;
tha_ngea tﬁ,maintain aagnitive Eansistensy or balance
impéftént %éle. ‘Many theerists ‘have used different t
essenﬁially the same céngept, Heider. (1945 1958} us
phrase "cognitive balaﬁne,’ Festiﬂgar (1957) expresgé
“sﬂgnitive egnsaﬁange,ﬁ ngaai, Sugil,an@ Tannenbaum
it as "congruence," and Lécky (1945) ampié#sthe terr
caﬂsistensy.f The essential jdea uﬂdsrlying these va
to ﬂescribe sagnitive—affeetive Etates, is that the i
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tends to perceive the various aspegts of his env$ranment in such
a way that the behavioral 1mplicatigns of his perceptions are not
in contradiction. According to Festingér's (1957) dissonance
tthry, when an individual %aintains ideas that are psychologically
dissonant Qr,iﬂéansistent he experiences tension or discomfort.
‘Dissonance is a tension-producing and basically aversive state,r
théreféré, Q%GPlé are motivated té éf@id or remove it. Research
sugpgrt the view that people Peduce inconsistencies between in-
'ccmpatible cggﬂiticns (e.g.,.Abelson & Rosenberg, 1958: Glase
1968). The relationships between strtviﬁgs for cognitive consis-
tency and behavior are seemingly quite cgmpléx (Festingéy, 1964},

There has been some research indicating that people will .
§rgéniz% their éttitudea and behaviors so as to maintain consis-
 tent self-images (Dauts&h & Soloman, 1959* Aronsor & Carlsmith,
1962; Gerard, Elavans, & Malcolm, 1964)., Most afrﬁhase studies
deal with interperscnal evaluations which a:carding to Heider
(1958) are the emplicit or explicit expressions of positive or
negative value accorded by éﬂébp%fSGn, to either the specific
agtiansraf the generalleharaatafistiss of another person. It
seems reasonable to imply from this definition that research in
,abservat;cﬂal and 1mitatian léarning does nct preclude inter-
"pers&nalrrelat;@gshlps; If modeling can be viewed as occurring
within this context, then the relationship between aspects of the
self and modeling stimuli has implications for future research,

Wiﬁhiﬁ phenomenological thearles af perscnality self con-

ER&C structs play vital roles in integrating experien&es with the



10
environment., The self system is viawed as a consistent organized
whole, which implies that all aspects of the self must be essen-
tially in agreement with one another. In Roger's (1950) system,
experiences ﬁhichrare consistent with the self and its condi-
tions of wgfth are valued positively, are allowed to entgf con-
scicusness, and are perceived accurately. Experiences which con-
flict with the self and its conditions of worth are valuei.nega—
tively, kept from entering awareness, and from being accurately:
perceived. For Rogers, then, "threat" exists when the individual
peréeives that there is an incongruity between some experience
and his self concept. :

In Roger's theafﬁ, the self-concept develops as a result of
direct experience with the environment and may also invalve!in—
corporating the perceptions of others. The éxperience& self:in

- turn influences both perception and behavior. Support for
Roger's contentions about the self system, its complexity, and
its éevelapmeﬁt can bé found in the research literature. For
example, Ziller, Smith and Thompson (1970), found the ccmpleiity
of the self-concept to be associated with a self report of iden-
tification with others, a topological measuré of social interest,
perception of persons older thanr§he seif as more gimilar ito the
self, and with greater popularity. >£hey eaﬁcluig that the com-
pilexity of the self~-concept is associated with acceptance of and

by a wide variety of others. In addition, a mu}tigfacetéd self-
concept is assumnd to maximize the probability of matching an
aspect of self and other 1éading to the perception of similarity

Q
EBiC between self and others, and acceptance between self and others.

IToxt Provided by ERI
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The authors proposed the hypothesis that the individual with the
‘more complex self theory concerning self social relatioéns is less
1ikely to be seriously disturbed by new eﬁperiEﬁcés which momen-.
tarily appear to be incongruent with the system. In terms of
interpersonal perception, the complex person has a higher
probability of matching some facet of the self with a facet of
another person, since there are a larger number of possible
matches. These aspects of self theory appear very similar to
Lewin's (1935) concepts of self differentiation and arganizatian;

According to Wylie (1961), it is expected that a person will
try to maiﬂtain a favorable self-attitude. On the other hand, an
individual strives to maintain his basic self-concept when inter-
acting with the environment and will resist information that is
discrepant freﬁ his views about himself-_’This position seems
reasonable in view of Fsstingér‘s (1957) theory of cognitive
dissonance. However, Wylie appears to be stating two iifférant
functions of the self-concept, which under certain conditions may
be:gmntraéistcry. VWhat if an individual has a basic selfﬂcancé?t
that is nét favorable, and thus low self-esteem? Wylie indicates
that the individual will resist discrepant information, but in
doing so, the individual will belmaiﬁtaining an unfavorable self-
concept. The question then arises, will the individual accept
the diserépaﬂt information and change his views in order to form
a more favorable self-concept? One might -easlly ask the same
question within observational learning contextas. Will a S that
has measured low self-estesm and competence relating to some task,
imitate the modeling cues of a successful or an uasuccessful model

marformine Fha samea Fo9eolr?

bl
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Where the self-concept has been characterized as integréted
and multi-faceted, the ﬁigh gelfvssteam ?ersan has been con-
ceptualized as 1ikigg!gf valuing himself, as weil dg seeing him-
self as competent in dealing with the world he éereeives (eege,
Cohen, 1959; Combs & Snyge, .1959; Bogers, 1950). The low self-
esteem person ig seen as dislikiﬁg:and'devaluing himself, and in
general péfcéiviﬁg-himself as iﬁtreampetent to deal effectively
"with his environment. Aeéariing to Silverman (1964), low self-
esteem persons can only assimllate information relating to them-
selves which 1s conslstent with their general self-concept.
Assumedly, this information would include modeling stimuli.

_ | Given aésumpﬁicns fortheéoming from phenomenological approach-
es Lo personality and bahaviar, it becomes important to ask
several questians abaut the self system in relaticnship to obser-
gationnl learning. What determines the kinds of information in
various gnviraﬁmEﬂtél situations to which the individual’atteﬁds?'
What determines. the types of information about the self to which
the individual attends? Is there an‘iﬁtaragtian Eefwéen aspects
of the self-concept and fariables of kncwn importance in deter-
mining the acguisitign and perfnrmanae of behaviar through
mcdeling? ‘ ‘

Arc:nsml and Carlsmith (1952) fmu:lﬂ. that Ss that had a low
apinian of theilr abillty in a eertain area tenaed to act consisg-
tently with this image. When Ss (in a low self—esteem ccnditian)
daid well on a task and ware given an appartunity to repeat the |
task, they changed *heir successful responses inﬂicating that
they did not like to appear to be successful. Deutsch & Solomon
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(1959) found similar results. In Gelfand's (1962) study, low

gelf-esteem Ss would not try to impr@%é their performance by

use of self-reinforcement. Gelfand also found that, regardless

T

of initial level of self-esteem, Ss that experienced failure be-
came more susceptible to subsequent manipulations (verbal corn-
ditioning) than those who experienced success. In addition, Ss

exposed to expériéncés inconsistent with their usual self-

evaluations (high-esteem Ss experienced failure'and low-esteem

Ss experienced success) were more influenced (on the verbal
conditioning task) than Ss whosesexperiences were é@ﬁgruent'with
their_initiél self-esteem ratings. Rich data are foérei'here
bearing on the interactive nature of self-esteem and environmental

experilences.

Problems and Iimitations of Modeling Besearch

As mentioned previously, research in social learning theory
has demonstrated its fruitfulness in identifying important

variables determining the aGQuisitian and performance of be=-

havior through modeling. However, current research efforts have

not answered questions concerning the interaction bétween aspects
of the self-concept and modeling stimuli,.aﬂi thelr EfféGtE'Dn
behavior change. Current literature in social learning theory
seems to indicate that meodeling predictions are caﬁfirﬁ%d when
Ss have no partiéular concept of their competence on thé task
involved; and have no self reference for the particular modeling

stimull observed. Proposed in this paper is that certain be-

haviors occcurring in social learning contexts may not fit the
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predictions deri?ed from modeling research, and may be more
adequately preaié%ed and explaiﬁéé within social gam?ariscn and
phenomenological contexts.

In many of the original studies quoted in support of modeling
and social learning theory there have been serious limitations in
terms of the subjegﬁs usei; and tasks selected for the subjects
to péffarm; In alassisal paradigmsjfar.studying'thé effeets of
models! behavior on that of observers, tasks have varied from
very realistie'perfarmangas such as subjegta.cﬁserving a model
interact with a Bobo doll (Baﬁﬂura, 1§55)* to "listening" to -
models demcnstratiﬂg either competent or 1ncampatént responding
via tape reg@rdings on a paired assaglate nonsense syllable task
(Kanfer & Deurfeéldt, 1967). ,

Modeling research has limited most of ifts studles to children.
It might be argued Ehat this 1is a ?qulatign in the process of
devélcpiﬂg a mature, or as Lewin (1935) puts 1it, a "differentia-
ted" self-concept, and can therefore be more influenced by the
behavioral consequences of a suceessful, gcmpetent, ‘and PQEitiVély

reinforced model. Indeed, this seems well démenstrated in most

‘Sscialrlsérning experiments t@}date; ngaver, the results of

numerous studies in Gbsérvatiéﬁaliiearniﬁg and the modeling

paradigm'may_nét be generalizable to adulté'wha;ars-canceivai

of in other contexts, as having more. well develeped and stablé

sélf—céncepts; This seems quite reasgnabls since Eccial 1earning
implies change and mgaifiaaﬁian, and ahiliren deveiepmentally
are in the periad Qf greatast chaﬁge.
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Apparently adults do not behave (imitate) in the same manner
as chiidren. In referring to studies of imitative aggrsssicn,'
Bandura states, "findings from adult studies are less clear-cut
than those obtained with children (Bandura & Walters, 1963)."
Perhaps studies in modeling and imitation learning have only
measursi-avert,Eehaviaral performances without any accampanying
aitefétian in selfsganéépt,: Again, this seems reasonable since
most young children havé not reacﬁad‘an age in development where
they have self-attitudes and "felt" competencies concesrning the
sim?lé tasks iﬂvalﬁei in most modeling Stuﬂies.' Sﬁpp@rt for
the view presented here is found in Eéldwin (1968) who suggests
that soclal learning theory is really too simple. Its identifica-
tion of important variables related to determining the acquisi- _
- tion and performance of behavigr through observational 1earniﬂg .
may be correct. However, it seems as if more complexity in
‘research lnterests and design will be réquired to account for
the variaty of develapmental pbencmena related to learning in

children.

Implicationg for Future Research

It may be of interest in the future to see how children
- who have previous task competence, and thus high*self—avaiuatian
in relatiénship to the task, respéni tﬂ_éampateﬂt'ana in@am?etent
madals in réward' no rgwardrcgﬁﬂitiens; and how children who ﬁgvé
previous task ingompetEﬂﬁe, and thus law self-evaluatinn in
;relatianahip to tha task, respgnd ta cempatEﬂt and inaampatent

[]{jjmaﬂéls in raward, no reward canditi@ns, In other wgfds, future
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research might consider the effects of various modeling condi- »
tions and behavioral consequences on an obsgerver's behavior when
the Ebeerver has previously eequirei self-evaluation and compe-
tence in reletienehip to the task.

" As mentioned eleewhere, ehengee in eelf—eeneept may net be
involved where behevier is ehenged through ebeervetienel learn-
ing and performance of simple behevierei Beﬂdure and Kupere
(1964), eeemiﬁgly;ieﬁlf that changes in self-concept can be
effected threugh observational 1eerﬂing and modeling when they
praject thelr dete as being useful in psycho-therapeutic situa-
tions and 1n meﬂifying etenﬂerde ef eelfareinfereement. They
suggest for exemple, that understanding the process of self-
reinforcement can be ef value in psychotherapy, especially for
clients who dlsplay a great deal of self-generated, aversive
stimulation and self~imposed denidl as positive reinforcers
stemming from their excessively high standards for self-w—:i ¢ .-
reinforcement. ' '

Frem ether theeretieel eeetexte it might be epeeuleted theti

-vSe with meeeured low eelfseeteem releting te their eemgetenee
on some teek might accord mere'velue to medeling etimuli effered

- by an ineempetent then a eempetent meﬂel perferming the same- A
teek, enﬁ eeteeeibly imitete mere ef the tetel beheviere of the
ineempetent medel., Thie euteeme weuld eeemrquite predictable -
frem the theeretieel fermuletiene and dete feund withiﬂ social

: cemperieen, eegnitive eensieteney, and phenemenelegieel eentexte_
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Beservations in the Application of

Social Learning Theory

Therapy and counseling appear to be two professional areas
where social learning theorists and modeling researchers indicate
their observations may be of value. These applications, however,
may be unwarranted owing to the 1iiitati§ns of’ past. research.
The majority of research in support of observational learning to
date, has.beeﬁrians with children. To generalize the results
obtained from this population to older subgects, i.e., “adults,
requ;res resarvatlans. Mast individuals in counseling and
therapeutic settings are more 1likeély to be adults whoee rvacbiong
to medels (iié;, therapiéts, peers, older adults) varying in
competency and modes of rginfarcemenﬁ§ méy be markedly differaﬂt
from those behavior changes observed in modeling studies with
children. This reservation, when integrated with research
literature, may require that those’ viewing modeling Phéﬂéméﬂa
as important adjuncts to therapy; éxﬁaﬁi future studies to in-
clude aiult,papﬁlaﬁi@ns;

For examplé;’ﬁasenthal (1955) tound in gpite of the usual
precautions taken by therapists to avoid imp551ﬁg their values
on cliénts, glients ;uﬂged as shawing the gréatest lmprévement
changed their values concerning gex, aggres5ian, and-authcrity
~in the ﬂiPéGtiQn of tha valués of their therapiqts;r This résult
tenﬂs to support “the use of madeliﬁg as. a méans of inducing |
pcsitiva behavigr ehanga.  Hawever, assuming that therapists
funetigned as “ccmpstent“ mﬂdels far all clients in ‘Rosenthal's
rstuéy, cna might ask why clients gaing unimpraved ‘became less

. like thelr therapists? .
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be cansidered aspects of one's self-concept, and that therapists
in eaunseliﬁg settiﬁgs can be seen as mcde;s, one might ask,
whether the changes observed were predictable from sccial learning
theory alaﬁe? Asked another way, what is the interaction between
therapist competence, client competence, and Qvertgghangés in
behavior?

Some studles have béen done in the past cangerniﬁg changes

in self-concept, usually comparing counseled Ss to non-counseled

Ss (Caplan, 1957: Rogers & Dymond, 1954). Most of these indicate

that changes in EElfsﬂﬂﬂEEPt are'sighifieantly related to success-

| ful therapy. . Wylie (1961), f@r'exampla, states that "if coun-

seling or therapy is judged by external criteria to be success-
ful it will bring about various changes in the self;caﬂcepﬁr‘such
as an increased agreement between self—astimates and objective
éstimatea of one's own 1imitatians as well as assets." Similarly,
O'Dea :and. Zeran (1953) Ecﬂsluied that their findings with the
MMPI, "pointed out and supported the claim that the criteria of

success éf,ééuﬂseliﬁg”shguld'in part be concerned with the degree

‘and direction dfrehangé in the self-concept and its ‘concomitant

effects upon behavior." ~ Thus, thérapéutig changé agents are

usually c@ncerﬂed with nct enly altering a clientls evaluatians

- of different behaviers, but in modifying the gliant's self-

, attitudes as WElli

Accardlng to Eanﬂura (1969) “uﬁfaiérable Eélfséﬁtitudés o
stem fram bshavioral deficitsranﬂ ara‘repaataaiy Peinféraéa

) thfcugh failure experisnces aazasian&d by tha pérsen's inability

to meat realistis Gulturairexpéatatignsgﬁf Thg authars do nﬁt |
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be considered aspects of one's self-concept, and that Fharapists
in counseling settings can be seen as models, one might ask
whether the changes absefved were'praaigtable from social 1earﬂ;ng
theory alone? Asked aﬁeth&r way, what 1s the interaction between
therapist csmpetence;;gliant competence, and overt changes in
behavior? |

Some studies have been done in the past sgnesrning changes

in self-corcept, usually comparing counseled Ss to non-counseied

'Ss (Caplan, 1957; Rogers & Dymond, 1954). Most of these indicate

that Ghangas in Sélfacaﬂﬁépﬂ are significantly related tc success-
ful therapy. Wylie (1961), for example, states that "if coun-
seling or therapy is judged by external eritér;a,tg be success~
ful it will bring about various changes in the self-concept, such
as an incréaséa’agfeament betﬁéeﬁ self-estimates aﬁd‘abjactifa
estimates of one's own limitations as.well as assets." Similarly,
0'Dea and Zeran (1953) concluded that their findings with the
MMPI, “pﬂiﬂtéd Dut and suppcrtsd the claim that the critéria of .
success af cgunseling sh&uld in part be cangarnea with the dsgree
and ﬂirécticn of change in the Eelf—congept and its concomitant
effects ‘upon behaviar. Thus, therapeutic changs agents are
usually concerned W1thrn§t iny altéring a clieﬂt's evaluatians
of different behaviars, but in- modifying the client's self-

ttitudea as well.

Accardlng to Bandura (1969), “unfavarabla self—attitu&es

stem from bahaviaral dgficits anﬂ are repeatedly reinfarced
threugh failuré exparienaes Dccaslanaﬂ by tha pérscn's in&biiity

to meet reallstic_cultural,expectatiegsgﬂ,'The,authars»ig_nnt:
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dispute that unfavorable self-attitudes are the result of* be-
havioral deficits relating to one's reinforcement history; nor

that significant attitude changes cgn be induced by providing

S8 with sugeeséful task experiences. There is more than gmple

research to support this view'(e;g;, Breer & Locke, 1965). How-
ever;,éwing to populations studied and the relativéasimplicity
and “ngvélty" of tasks used in past modeling research, the use
of modeling as an adjunct to successful therépy is suspect.
Results of these studles may not be generalizable to adults who
are ééﬂéeivéd within other theoretical contexts as having more

complex aﬂd stable self-gcncepts. The use of symbolic 'adaling

as a therapeutic technique significantly related to reducing

phobic respanses has been shcwn (e.g., Bandura, Grusee, & Menlove,

, 1967). Héwever, phebie reaetions hardly represent: the wide range

of competencies and self—avaluatians maintained by a&uits.

In additicn, Eandura (1969) suggests that task ccmpetencies,
self—attitudes,,anﬂ standards of reinforcement can become interns
alized and serve é'seiféregulatafy-fuﬁetién'fér behavior. Again,
the authors do not dispute this contention. However, the use of
gémpetsﬁt médels>whcse béhaviﬁrs‘génerata reinfafeing cenéequénees
may not effegt significant changas in cliant‘s selfaattitudes,
even thaugh Qvert changes in behaviar are Qbserved.

, These Eama ngsideratians nead ta b% made in édugatianal
settings where aparant psychalﬂgists suggast tne use of madeliﬂg '

asg one msans af énhaneing instructian (Acksrman, 1972) - If the

,1earner has previnusly ievelapad epiniﬂns and behaviars cantrary

- to thése baiﬂg presentad by the teacher as ms& 1 reinfereiﬁg
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consequences of the teacher's performances may not be enough to
effect lasting changes in student bahavicr.

! One of the main problems with which operant psychologists
have had to content 13 the failure of parfcrmances learned in one
context, to generalize to others. Thls may be due to subjects

- acquiring and demonstrating overt behaviors that are eﬁvifﬂﬁ—
mentally specific Dw;ng to the lack of aﬂy alteraticn in salf-
attitudes concerning performance taking place. Dnge removed
from the specific consequences found in the learning environ-
ment, the subject d%m@nstrates performances consistent with pre-
viously acquired cgmpetencies and self-attituﬁes, This view
seems consistent with Bandura's (1969) éﬂnténtiéﬁ'that ", , .de-
velapm%ﬂt of selfnregulatary functions is essential if induced
behaviafal changes are to transfer and ta enﬂufa in any sig—
nificant degree." Such internalization of learned behaviors and
performance standards may not be fDrthcamiﬁg fram modeling
situations where subjects maintain previausly:agquiredfcampetenai
cies, and have already internalized self—attitudes?cgnserning
model behaviors observed. 7 :

Tg'assumerthat,maaeiiﬁg'efféats'inradﬁsatianal séttiggs are
evar'présenﬁf does not seem %uétifiable, When viewed agaiﬁst
the limita*ions of modeling rasearch cited hare, chi;dren may
not be inevitably ‘influenced by competent models, nor internalize
observed model behaviors. This assumptién-in;partieular,'seams
taken for granted by maﬁy téaehers anafedu$aﬁiaﬂa1rpsyehalagistsi
aiiké. Here too, much more research is naéded to datarmine the

[]kjjffests of - teacher demanstratad parfarmanegs an the behavicr ef

Ghildren.,_,,:”;x .



To speculate, perhaﬁs white middle-class teachers
performances gquite dissonant wilth those previgusly-aegu
- the students. Like clients in Rosenthal's (1965) study

to improve, students With'aéaiémic'ineam@steggg may not

their pérfcrmancés as a result of observing mafe compet
teachers. IWEéﬁ groups of students, demonstrating a wid
of cémgéteQGiés and salfaattituaes.iﬂ relatiéﬂship to a
tasks observe a competent £Eachsr, ﬁhe teacher as model
impédé as well as fa;ilitaté laarning, Apgliéa fesearé
‘educational séttiﬁgs is needed to determine hcw:stuient
tencey teazherreémPétenseg,aﬂa psrf§rmance gansequéﬂcés

in bringing about behavior change through modeling.
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Summary

This paper has reviewed research in "modeling' or observa-
theory. The authors point cut that past modeling reéeafch has
not taken into account subjects' self-evaluation and task compe-
tence as factors pcssibly mediating the acquisition and per-
formance of behavior.

Social comparison, cognitive conslstency, and phenomenolo=-
gical theorles were examined in relationship to the outcomes
of past modeling research. When modeling research was inte-
grated within these theoretical contexts, contradictions in
hypothesized research results were shown. In additlon, the#a—
peutic and educational settings were discussed in view of the
limitations of past médeling research., Recommendations for

future basic and applied research were given.
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